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Introduction

The intent of the present paper is to report on an experience
with Silent Way ﬁethodology a8 it was implemented in an ~2lementary
and intermediate sequence of Spanish classes taught by this author
while he was on the faculty of the University of Texas at San An-
tonio (UTSA). The paper focuses on those aspects of the experience
which are relevant to our understanding of how such a methodology
functions when it is subjected to the constraints usually encounter-
ed in an academic setting and on what such &n experience may add
to our knowledge of the language learning process in the class-
room environment, The basis for discussion 18 drawn primarily
from the instructor's observations ond, more importantly, ff;m
feedback provided by the students who participated in the ex-
perience. Also included 18 a brief examination of the results
of a cloze test and editing task administered at the conclusion
of the first and third semesters respectively of the three-semester
sequence. Although the paper focuses primarly on a Spanish course
taught at UTSA, there will be occasion to draw from student commentary
from a Siient Way Spanish class cffered at the University of Delaware
during the fall semester of 1681.

It is important to underscore that what is to be considered in
the present study is not the result of a controlled experiment but
an experience with a particularx methodology in a real classroom

setting.1 Although experimentation has been an integral component




of language teaching/learning research over the past decade, one
must nevertheless exercise some care when interpreting the results
of baglic experimental research. As most readers snre no doubt sware,
contrellecd experimentation in methodology research hes generally
produced positive results (see, for example Asher 1982, éurran 1976,
Gary 1975, Postovsky 1974). As Brown (1977) cautions, however,
rarely is there perfect transference of resnlts obtained under
experimental conditions to the classroom setting. This is because
‘there are 8o many variables to control that there is no possibility
of producing a sericus experiment without distorting the complexity
of the teaching situatien to such an extent that it loseg all con-
tacg wichbrcality' {Brumfit i980, 4).

Jakobovitaz (1974) argues strenuously for the need to distinguish
between basic experimental research on the one hand and applied re-
seaich on the other. According to Jakeobovits, basic research is a
means for avriving at general hypotheses about human behavior de-
fined in terms of abstract lsws and principles based on cobserva-
tions made under controlled artificiel and nonnatural settings, while
applied research 1is a tool to tease out sdditicnal knowledge about
human behavior in a particulex gocial setting (1974, 93). Applied
research 1s no less systematic than besis research. It is, however,
predicated on 8 different set of observaticnal data, including per-
sonal judgment, ovdinary experience, and intuition (Jskobovits 1974,
93). The central tenet of applied research is that the integrity

of the social setting not be cvompromised for the sake of maintaining
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scienctific standards; rather, it i1a the scientific standards that are
in a sense compromised in order ¢o maintain the integrity of the
problem under investigation (Jakobovits 1974, 93).

Becauge of the special status that has been attached to basic
acientafic recearch, we have perhaps failed to recognize the impor-
tance of applied reseavch:. Consequently, we may have become over-
ly concerned with such questions as that raised by Varvel {1979) as
to whether Silent Way methodology is a2 panacea or a pipedream. Var-
vel's inconclusive angwer that further research is needed before we
can adequately determine the viability of Silent Way reflects a trend
in the literature which, in this writer's opinion, has been influenced
by studies conducted under contcolled conditions in the name of science.
It is8 difficult to imagine that any instructional strategy 1is or can
be a panacea. On the other hand, we should not imprudently cast aside
a methodology as a pipedream simply because 1t fails to produce the
desired affect in & given get of circumstances. 43 Brumfie (1980, 4)
cozrectly observes, 'since teaching ie the expression of a relation-
ship between teacher and learner, it will, indeed, must vary when-
ever one of the parties changes.' The observations made in this re-
port, therefore, will be more fully appreciated if viewed from the
perspective of the applied research model, as outlined by Jakobovits,
rather than from that of the basic experimentalAresearch paradigmn.

Before proceeding, 1t may prove helpful to consider, if only
briefly, the basic priniples of Silent Way phiiosophy as they are

effectively summarized by Stevick (1980). According to Stevick,
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the essence of Silent Way is its affirmation of the individual learmer
in his or her self-contained independence. Rather than forcing the
language on the learner, Silent Way seeks to encourage learners to
ugse their own intermal resources to make decisions on how best to
achieve the desired outcome as offered by the'teacher. From the out-
set, the Silent Way teacher imparts to students the notion that,
right or wrong, they have the freedom tc produce utterances for them-
selves tnd the: they are not expected to echo the instructer or mem-
orize dialogues and rules of grammar. Gilving freedom to students
does not mean, however, that the instructor zbrogates control of the
clessroom. The teacher meintaing control of the teaching act but
surrendaers the responsibility for learning to the students by en-
couraging them at ®Bvery step to take the initistive in expressing
themselves freely. In Silent Way methodology, learning is not sub-
ordinate to teaching; rather, learners are given every opportunity
to utilize their own internal learning strategies and to discover
for themselves a set of heuristic principles for acquiring the tar-
get language.2

In what follows, it will be observed that students indeed made
remarkable progress toward the necessary level of gelf-reliance in
thefr ability to interact in Spanish. Although the experience con-
tinued for three semesters, it was during the first semester that
the students underwent the greatest metamorphosis in their abilities
and attitudes, Consequently, much of the discussion will focus on

the early atages of the experience.




Setting

The Silent Way course began during the regular summer session
of 1979 at UTSA. The students who participated in the class were
not aware at the time that they were enrolling in a special section
of Spanish. No attempt was made to recruit students for the class.
At the initial class mebting, the students were informed that theirs
was to be a class taught in accordance with a methodology that was
different from that used in other sections of beginning Spanish. They
were told that the method required a higher degree of student involve-
ment than they perhaps had experlenced in previous foreign language
study. This 18 all they were told. Stevick (1980, 73) comments
that while providing students with & description of the method to be
uged in a language class would probably lessen to some extent the
initiz1l anxiety experienced by mamy students in such circumstances,
it might also prevent them from learning about themselves as learners.

The students were given the option of dropping the section =nd
adding a regular section of beginning Spanish scheduled at the same
hour, According to academic regulations in effect at the time,
students were allowed to drop/add classes during the first three
days of the summer session. No ore from a claas population of iwenty
six opted to leave the special section.

At the time, the undergraduate population of UTSA was older than
that which one generally finds at most universities. UTSA is primar-
ily a commuter school? which serves the greater Sen Antonio srea aml

draws heavily from that segment of the general population which holds



either part-time or full-time employment and from military personnel
and their families.. The average agtvaf the students participating
in the Silent Way class was between twenty six and thircy. The
general education requirements of the university at the time re- ,( yj
quired all degree-seeking students to complete nine hours of study {; / ﬁ
in a single foreign language. In order to guide students in select-
ing the proper course level; UTSA utilized the CEEb fr -eign language
examination. The results of the placement, however, served & re-
commendatory function only. Thus, the typical beginning language
cliss was usually comprised of students with some previous ex-
posure to the’targec language as well as of students who were genuine
neophytes. Seversl students in the Silent Way cless had begun their
study of Spanish in the previous spring semester but for whatever
reason had decided to drop the course and resume theilr language
studies during the summer semester.
Ap previously stated, it was intended from the outset that the
Silent Way class should be subjected to all of the constraints nor-
mally encountered in a university environment, Two immediate prob-
lems that arose had to do with scheduling of the specisl section
during the ensuing fall and spring semesters and the matter of the
syllabus as it related to the other sections of Spanish. To provide
students with the opoortunity to continue with the Silent Way through-
out the regular semesters, the special section was so designated in
the fall and spring schedule of courses and nc dne was permitted to

register for the sectinn without the instructors pexrmission, This
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procedure was necessary to prevent students who had begun their study
of Spanish in one of the other sections from inadvertently en-
rolling in the Silent Way section.3
Even though every effort was made to allow students to continue
their study of Spanish Iip the special class throughout the required
three-course sequence, there was no guarantee that their schedules
would permit them to do 80; nor was there any assurance that they
would even opt to continue in the class should they have found the
experience not to their liking. In order to facilitate the possible
transition of any students from the Silent Way class to a regular
second-semester section, it was decided that.the established grammar-
based syllabus would be adopted. (mce the course was underway, how-
ever, it soon becrme apparent that it would be necessary to deviate
from the syllabus, initially in terms of the sequence in which the
structures of the language were to be presented ond later with re-
spect to the amount of material that could be offered to the studehts.
Rigid adherence to a highly structured grammatical syilebus would
have represented an important departure from Silent Way procedure,
which encourages the spontaneous development of lessons on the bosis
of students' needs at any given moment (see Varvel 1979, 487). More-
over, after a slow beginning, the students began to progress at a
more rapid pace than the imétructor had come to expect after many
years of language teaching. This made it possible to present en in-
creased quantity of target-language input than was called for by the

preordained syllabus. 4
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Initial BReactions and Pronunciation

As pointed out earlier, one of the primary sources of evidence
for the present study would be the commentary furrished by the stu-
dents who participated in the Silent Way class. Stevick (1980)
elicited similar feedback from a Silent Way class in Turkish con-
ducted at the University of Hawaii, Although both sets of data
yield important insights into the language learning process in
the Silent Way setting, there is a difference., Stevick's class
was comprised of languege teachers, who w;xe actually enrolled in
his graduate course on language teaching methodology. As part of
the course requirements, his 3tudents were to submit a daily re-
port on their feelings, perceptions and observations relating to
the ten-day Turkish experience, In the Spanish class, on the other
hand, the students were asked to report their observations only
twice during the semester: after the first three class meetings
and on the penultimate dry of the course. It was felt that if
the students had been asked to provide formal feedback on a regular
basis, they perhaps would have shifted their focus from the learning
experience to a more direct concern with the detafils of the method-
ology. By and large, this is what transpired in Stevick's Turkish
class, The teachers, as might be expected, frequently were more
concemed with the finer points of the methodology than with learn-
ing Turkish, Several of Stevick's students displayed an anxiety
commonly expreésed by language teachers ovér the amount of material

that one must master when endeavoring to learn a second language:

Pt
o



"7 feel that the Silent Way really lulls one into a false sense.
of security. In class, I feel that I'm speaking Turkish and am
very proud and pleased. But when I think about it, I really know
very little"' (Stevick 1980, 79);'"To look back at the progress we
have made is revealing, but to lock at the whole picture is fright-
ening‘{(Stevick 1980, 8l1). As we wiil see, the students from the
Spanish experience were not the least bit concerned with the quantity
of material that had been learned or that remained to be learned,. Onl
the contrary, they were most enthusiastic about their progress to-
ward fluency in Spanish, especially when.compared with what they had
been able to do as a result of prior language-learning ekperiences.
An almost unanimous feature of the students' comments made after
the first three class meetings was that they had anticipated having
a negative experience. This was true for those students who had
come to the class with some previous exposure to langusge learning
as well a8 for the neophytes, who had fallen prey to the general
consensus among studenﬁs that foreign }angunge study is a negative
experience to be avoided until the last possible moment, Typical of
the early comments are the following: 'I came to this class with
a fear of learning a lenguage. I had always been told how hard it
was. I had started Spanish in the spring snd dropped it in a weck.
This made me more nervous. But now I feel much better and have
hopes of learning Spanish'; 'Spanish, everyone told me, was very
difficult with lots of memorization but the way you're teaching it

ig going to be less work while gaining lots of knowledge'; 'In the
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past I have found hours and hours at memorizing a very difficult
way to learn, I do feel as an "older" student with no previous
language background I am at a distinct disadvantage in most clesses.
But I do not feel I will be in this class.'

By the end of the third class meeting, the class had focused on
pronunciation and learning numbers but had not yet encountered what
has become the hallmark of Silent Way methodology, the cuisenalre
rods. The Silent Way technique for developing pronunciation skills
requires students to produce utterances, the meaning of which is
often opaque, especially in the early stages of the learning pro-
cess. Gattegno recommends that work on pronunciation not be post-
poned until the students hsve acquired sufficient vocabulary to com-
prehend all of what they are saylng, since 'in teaching pronunciation,
meaning can be a hinderance; an interference, in the learning' (Gat-
tegno 1976, 25). By having students produce utterances which to them
are meaningless, Gattegno believes they will 'gain a4 sense of what
they have to do with themselves as utterers before embarking upon
any other study requiring utterance and something else as well . . .
this will free students from their own habits of utterance and make
them concentrzte all their ene® =28 1in making sense of how words and
sentences should sound in the new language' (Gattegno 1976, 26).

studonits

Several of the Spanish,foud the lack of comprehension to be
particularly frustrating, as illustrated by the following comment:
'You should also translate the meaning as you go on, Some students

in class have or I ‘ave heard them say "I wich I knew what I was
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saying'.' For other students, the technique for teaching pronuncia-
tion represented z positive departure from more orthodox procedures.
One student remarked that 'the teaching of pronunciation seems to
be more effective than in conventional courses of instruction', snd
znother commented that 'the methed is very helpful for everyone's

pronunciavion.’

7

. e L
erder unlch fhe 2less had to operote,

Y

it was not feasible to dedicate more than three sessions to pronuncia-
tion. Neverth®-less, throughout ths remoinder of the initisl semester,
it was ~pparent that most students were actively refining and adjust-
ing their prenunciation, «lbeit unconsciously, despite the shift in

focus of classroom interrction awzy from the phonetics of Spanish.

Evaluation

According to CGattegno, evaluction of learner progress in the
target language 1s not & question of subjecting students to criterion-
referenced exsminations but is ¢ wutter of constant observation of
learners Interzcting in the langusge. The point of evaluation is to
discover how. students are able to perfeorm in the terget langunge.
Consequently, there is little value in determining what a learner
does or does not know about the language {(Gattegno 1976, 136). Lan-
guage, for Gattegno, 1s a skill to be acquired rather than a body
of knowledge to be mastered, Even though the primary means of assess=

ing progress in the Silent Way Spanish class was through observation

of student performance on a daily basis, the Iinstructor felt com-
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pelled to incorporate a more formalized evaluation procedure into
the course syllabus as well. It must béﬁremembered that despite
its experimental néture, the Silent Way class was, after all, a
three-credit course to_be used in partial fulfillment of the genzral
educat lon reqﬁiremgnt, and as such, students more than likely an-
ticipated some type of formal testing activity to be included in the
sylisbus. A&t the outset of the semester, therefore, the students
were informed theat in addition to a dally assessment of their per-
formance, they would be given a final exeminstion comprised of a
cloze passage and a three-page composition to be wiitten in class
on che final day of the semester, While the students expressed
little concern over the cloze portion of the e¢xamination, no doubt

. because of their unfamiliarity with the technique, they did dis-
play a good deal of anxiety about having co write an extended
composition in Spanish, as evidenced in the following commentaries:
'Right now I'm a little apprehensive about writing & composition in
Spanish, but that may change when I becoue more familiar with the
language'; 'Are we going to be familiar enough with Spanish to be
atle to write & composition for the final?',

vieek ' .

By the third,written performance, based in large part on the
Silent Way worksheets, began to reflect a degree of sophistication
and creativity not usuzally encountered in the early stages of foreign
language study. Accerding to Gattegno (1976, 134), the appeaxance
;f a sense of humor, daring, imaginstion and other personal traits

in learners' performance is indicetive of the strength of their

ok

W




13

"1link to the new language.' Di Pietro (1979, 3) maintains thut the
expression of individual personality traits through linguistic means
is, in fact, a function of language which is no less important than
the conveyrence of information from speaker to listener. Appendix 1
contains samples of the students' written performance, from which

it can be seen that their imaginations and other personal qualities
had begun to emerge, even though ﬁheir overall linguistic skills.in
Spanish were still at a nzscent stage of development. What is more,
some of the students exhibited a good deal of pride in their ability
to produce coherent and interésting essays in the target language as
illustrated by the remarks of a student who had shared her compositions
with friends pursuing their final semester of Spanish study: 'I

have friends in their last 3 hours of Spanish who have read w ries

and say they couldn't write them.'

Input and Acquisition

One of the important areas of second language research in recent
years has been concerned with what is known as the 'input hypothesis'.
This hypothesis claims that if a learner can comprehend 2 given
message framed in language which is slightly beyond the learner’s
level of competence at that moment, the linguistic structures used
to convey the message are avallable for Integration into the learner’'s
interlanguage system (see Krashen 1982). ZIn deciphering the con-
tent of such messages, the learner not only utilizes linguistic in-

formation but also relies upon the pragmatic environment in which an
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utterance is embedded. In informal extrs-classroom settings, the
messages to which adult learners are exposed zre often spatially
and temporally displaced from the immediate pragmatic surroundings
to be easily comprehended and therefore do not qualify as relevant
input. Thus although informal settings are usually touted as the
most suitzble environments for learning language, they may not be
adequately constrained to provide the optimal input necessary in the
early stages of the language acquisition process (Krashen 1980, 76).
Krashen in fact argues that 'for those involved in second and foreign
language teaching it{j&he input hypothesié} predicts that the class-
room may be an excellent place for second language acquisition, at
least up to the "intermediate" level’ (Krashen 1980,;/’6).6

One of the axioms of Silent Way methodology 1s that other than
in the case of pronunclation activities, there is to be no use of
language in the absence of meaning., It 1s through meaningful practice
rather than rote repetition that inner critera necessary to distinguish
right from wrong, correct from incorrect, and nppfopriate from in-
appropriate are cultivated (Gattegno 1972, 29). Mcaning hére is in-
tended to include more than the semantic content of an utterance but
also encompasses a broader context, which emphasizes the relationship
between linguistic expression and the observable world. In the early
stages of the second-language learning process the link between lan-
guage and pragmatic setting is indispensable.

Asher (1977) characterizes the link between linguistic utterance

and the observable in terms of what he refers to as the 'believability
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hypottesis' and provides an excellent illustration of its applicability

in the passage cited below:
. . . translating Tate into 'stand up' and Suwsre into 'sit
down' has low believability. The unconscious logic may be
this: How can Tate mean 'stand up' when I have learned
through thousands of previous experiences that when I heard
the utterance 'Stand up'!', I hive observed the physical be-
havior of myself and others standing up. Since the utterance,
'Stand up’ means to ctand up, how can Tate mean to stand up?
The English utterance, 'Stand up' has high believability while
the Japanese utterance, Tate has low believesbility. The
hypothesis is that when there is a conflict between high
believability datum &nd low believability datum, the high

will tend to dominate (Asher 1977, 32).

In Silent Way methodology, when a student utters dame la regleta

roja "give me the red rod', he does not then hear someone translate
it into English or change into a negative command, as is often the
case in foreign language classrooms; rather he obgserves someone
giving him the red rod, or he may hear someone refuse to comply with
his demend, as in no quiero 'I don't want to'. In terms of the be-
lievability hypothesis, 'it may be extremely difficult to deny fac-

tual input in the form of primary experience [i. e., dame la regleta

roja must mean 'give me the red rvod', if not, why was a particular
action performed ir response to my utterance?'], but easy to deny

unconsciously the validity of a statement by the instructor that an
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alien noise coming from his mouth means what he says it means' (Asher
1977, 32).7 Without the opportunity for obeservation of the rela-
tionship between linguistic signs and what 1s perceived by the senses
and for participation in the learning process, the learner's com-
prehension is drastically ilmpeded and, as a conszquence, his acqui-
sition of the target language 1s inhibited.

Silent Way and similar methodologies allow the learner to ex-
perience in e c.assroom setting what Bullock (clted in D'Anglejen
1978, 218) characterizes as 'genuine leamning', which takes place
in the natural setting through discovery rather than through explicit
presentation of principles and rules. In this respect, the condi-
tions under which learning i1s fomented in Silent Way methodology
parallels morxe closely those conditions under which language acqui-
sition takes place in the extra-classroom environment thsan does
learning in & more traditional foreign langusege instructional approach.

There are no doubt some who would argue that the manipulation of
colored rods is not skin to anything speakers do with language in
the natural setting, Canale and Swein (1981), for example, remark
that a communicative approach must be based on the type of target
language input learners are likely to encounter in the outside
world., In recent years, a great deal of the literature on language
pedagogy has been decidated to the issue of importing the real
world into the classroom setting, Maley (1980, 13) believes, how-
ever, that classrooms have their own authenticity and teachers

would do better to aim at the creation of 'an suthentic learning

Co
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community rather than ¢» try to desparately import the outside world,'
Palwmer (1979), in fact, discovered that it is possible for students
to acquire pragmatic knowledge of a terget language simply through
the use of contrived in-clasy activities that have little resem-
blance to real life events.

Since learning in the clagsroom setting, just as in the natural
sctting, requires comprehensible input, the chances of students
comprechenaing linguistic input are greatly improved if teachers create
as tich a pragmatic context as possible, given the constraints of the
classroom. One way of doing this, according to Burt and Dulay (1981,
183),1s through the use of concrete referents, which ére 'extra-
linguistic items that can help the learners grasp the meaning of the
sounds of the new language.' These concrete referents include things
and activities that cen be seen, heard, or felt, while the language
is being used. It woulc seem then that colored rods qualify as con-
crete and viable referents.

Several students commented on how using the languagevin what they
perceived as relevant contextual situations markedly facilitated the
task of learning Spanish: 'It was nice to use the language instead .
of memﬁrizing grammatical charts and terms. This is definitely the
best way to learn to speak'; 'this course was more beneficial £o my
practical knowledge of language than any other I have taken. Having
taken conventional courses 1ﬁ two other language, I was surprised to
find out that I would actually retain Spanish without all the rote

memorization required by conventional courses'; 'I feel that I have

i
(]



18

learned quite a bit more this way than {f{ I had to learn grammar

out of the context in which it is to be used'; 'the class was much
different from other classes, Instead ¢f learning from a book, stu-
dents learned more by putting Spenish into situations.' Perhaps the
most insightful comment attesting to the type of learning that takes
place in a Silent Way clessroom came from a student, who became so
enthugiastic about her progress that she pursuaded her hugband, &n
alr-traffic controller, to participate in the classy 'The woy I
learned this 5 weeks iz & simulation of how I would be learning If
(husband's name) had been transferred to Spain.’

According to Stevick (1976, 114-116), we cannot be certain that
the deepest kind of learning (presumably, acquisition) has taken place
until there is evidence that what has transpired in the classroom
getting 1s transferred to the outside world. It is in using the
language in the informal environment that learners manifest their
totsl independence from whatever support, intentional or otherwise,
might be provided by the classroom. The general lack of trans-
ferrability has been one of the major criticisms that is frequently
leveled against most instructional programs in foreign languages
(d'Anglejan 1978, 226). Most language teachers have at one time
or other experienced the frustrations of witnessing their students’
unwillingness to engage in spontaneous interactions in the target
language once outside of the classroom'setcing. Unfortunacelf, a
common remedy for such student behavior has been more pattern drills,

more dialogues to be memorized, more grammar, more vocabulary lists,
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more vears of study, etc. The remedy, however, is not to be found
in the quantity or intensity of classrcom practice but in the quality
of the interactions that take place in the classroom. D'Anglejan
(1978, 227), for example, reports that students psrticipating in
French as a second language programs in Quebec, even after as much
as twelve years of study, tended to avoid all occasions in which
they might have used the language in a natural envircnment.
Lamendella (1979b), in a discussion of some of the findings of
aphasic research and its possible implications for second-launguage
study, presents an intriguing hypothesis as to why foreign language
students are go often ill-equipped to engage in spontaneous communi-
cative language use, He cites evidence from neurolinguistic research
which shows that if a treuma or lesion occurs in & specific area of
the brain, aphasic patients have been found to have the ability to
perform such low-level tasks as repetition, substitution and other
pattern drill-like activities, while at the some time loosing the
capacity to use their language creatively and communicatively. On
the basis of such observed behavior displayed by aphasic patients,
Lamendella ﬁypothesizes that the ability of learners to engage in
pattern drill tasks, on the one hand, And communicative activities,
on the other, may well stem from separate underlying neurologi
networks. It might be argued, of course, that while grammatical
analysis and accompanying pattern drills do not enhance learners'
communicative ability, they at least allow them to form generaliza-

tions about the linguistic system of the target language that might
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prove beneflicial in an indirect way o3 learners attempt to communicate
in the target language. Lomendella, howewer, doubts that such gen-
eralizations are useful or even available to learners when they find
themselves in a communicative situation, This is because human com-
municative abilities may well be controlled by a different neuro-
functionsl hierarchy than that which controls substitution, repeti-
tion and other similar phenomena (Lamencdella 1979b). According to
Lamendells, it is therefore, better for learners to spend time acquir-
ing an implicit knowledge of grammatical structure by engaging in actual
communicative activities from the very outset of their foreign language
experience than it is to waste time on the development of conscious
knowledge of the linguistic system of the target language--knowledge
that is likely to be of no use to them when they find themselves in
situations requiring spontaneous interpersonsl exchangeso8

Silent Way provides an instructional framework in which learners
are allowed scquire the target language implicitly as a consequence
of their interpersonal interactions rather than as a result of ex-
piicit discussion ard anslysis of linguistic structure. As Gattegno
(1972, 28-29) points out, 'the rightness of a statement is to be felt,
not deduced . . . the correctness of a statement lies in the matching
of the sequence of words with the required habits of the native meking
such statements . . . che adequacy of a statement results from s match=
ing of what is evoked by the words with the supporting dimensions (per-
ceptive andvactive) of the corresponding situation.’'

In most reports on Silent Way experiences with which this author




21

is familiar, the learners have been engaged in learning English as

a second language (see, for example, Varvel 1979). Consequently,
whether or not the method imparts the self-reliance and independence
necessary to use the target language outside of the classroom setting,
it is difficult for students to avoid encounters in which they are
forced to press their English skills into sevvice once they leave

the language classroom. Beginning foreign language students, on the
other hand, only rarely find themselves {n similar circumstances on

a consistent basis, Once they leave the classroom enviromment., their
survival does not depend on an ability to interact in the target lan-
guage.

While it is true that a bicultural comnunity such as San Antonio
can provide learners with ample opportunity to use Spanish in in-
formal situation, no English-speaking individual need use the language
in order to survive. Even in an area like San Antonio, if learners
do not possess the requisite confidence in their linguistic abilities
in Spanish, they can readily avoid all interpersonal contacts which
might call for the use of the language. Be that as it may, meny of
students from the Silent Way class indicated either in their written
commentary or through personal commurication with the instructor that
they felt sufficiently confident to use the language in the outside
setting after what amounted to relatively few weeks of instruction.
On student, who had felt uneasy at the outset of the course, and who
had at one point unsuccessfully attempted to convince the instructor

to provide her with a grammar text, made the following remark at the



concluslon of the first-scmester: 'I have learned much more thin {
expected. Prior to this course my knowledge of Spanish waa uil and
now I would feel almost cowufortable in a Spanish environment.' An-
other student commented on his use of Spanish while at work: 'Hope
to be able to continue in the fall because learning in this way I

am alrcady able to understand and speak enough to be understood at
work.' One student in particular, who had come to tlie class with no
previous experience in Spanish, reported that by the third week of
the course he had begun to communicate successfully in the language
on a regular basis with several of his patients in & local hospital
where he worked as & male nurse, Finally, two students volunteered
to assist the instructeor in giving Silent Way demonstrations at
various local conferences and in-service programs. This entailed
their having sufficient confidence t> use Spanish before lorge groups

of high school and university language teachers.

Teacher Silence and Communicative Confidi:nce

There is little doubt that in a relatively short period of time
most of the students had gained the self-containe. independence
necessary to transfer what had been experienced in the classroom
to the outside world, The cultivation of what might be called

communicative confidence represents perhaps as important a notion

for language methodologies as does the oft-debated concern over the
development of communicative confidence. It is difficult to imagine

how learners can attain communicative competence in a second language

&9
[ENEN



O

ERIC

Aruitoxt provided by Eic:

vithout £lvat having sufficient confldence to Interanct wlth othesy
in the torget language. Comamicntive coafidence allows learnex:.

to engage in an ever-incrcasing variety of cowmunicative interac-
tions, thus generating wore and wore useful input. In this suthor's
opinion, the goal of any second language progrom should not be
communicative competence (i. e., the ability to communicate as
native aspeaker of the target language) but communicative confldence
(1. e., the abllity to communicate with a nutive speaker of another
. . 10

language)e.

One means through which Silent Way seeks to cultivate communica-
tive confidence in the learmer is teacher silence. It {s through
silence on the part of the instructor, while the learners are in-
teracting in the language, that the learners are thrown back onto
themselves to elaborate their Inner criteria (Gattegno 1972, 32).
Teacher silence, however, does not mean that the inst+uctor surrenders
control of the classroom to the learnera. The teacher still determines
the nature of classroom activities and.prouides feedback (to be dis-
cussed below) but surrenders the inltiative as to what 1s sald, to
whom and when, to the learners (Stevick 1980, cited in Taylor 1983,
76).

Teacher silence is not what students, nor teachers for that matter,
have been conditioned to expect In the classroom setting. In a recent
text intended for educaters in general, Martin (1980, 57) points out

that when properly implemented, silence usually enhances the 'quantity

and quality of student responses.' According to Martin {1980, 77),

to
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oot ed o giloces dnsdton whers to tall!? By maintainfay sifoence,

the teachery encotivager communtcat ton chanuels to expand anunyg, the
students vnther thon presoving comuunication an a privileged activity

J

bevween teacher and gtadent.  This Ls an Iwportant point in light of
the cladin segarding peoy prefevence made by Burt and Dulay (1981),
vho contend that language learners, first or second; seem to prefer
ro obtalin fuput from peers rather than from sucthority figures, whether
inside ov vutside of the clnusroom.ll Peer interactilon 1s more likely
st bl e comrelwision Sonditlon of the dnput hypothenlis,
divcunsed eavlier, iy met, since peer input is more apt to be with-
in the reage of the competence net of learners than is teacher talk,
Loag (1t , for example, points out that while teacher talk may be
complei. wrprehenyible, Lt may still fall to serve s viauvle 1n-
put for language acquiaition. In many language classrooms, teacher
talk is frequently improvished in a number of ways, since it is
usually limited to 'predigested sentences, structurally and lexically
controlled, repetitious in the extréme, and with little or no com-
municative value' (Long 1983, 222). In most cases teacher talk is
little more than a veiled request for students 'to displav knowledge
that the teacher already possesses' {(Long 1983, 218) and i8 often

comprised of such questions as Is the clock on the wall? or Axe you

a student? In short, while teacher talk may indeed meet the compre-

hensibility requirement, it too often fails to meet the i+ 1 require-
ment proposed by Krashen, which states that for input to be useful

for acquisition, it must contsin linguistic informeotion that is

o
Y
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slightly beyond a learmer’s current second language capabilicty.
Saleh (1981) reports that alghough a few students im a Silent
Wzy class at the University of Deleware felt instructor input was
important because 1t would be more accurate than that provided by’
cna's peers, the mafority of students prefarred to interact with
thelr peers, bececuse, &s one student remerked, 'when students speeak
you listen better than when the teacher does', and, as another student
comments, 'it's kind of emphasizing it when students speak instead
of the teacher.' Teacher silence :lso seems to foster a sense of
cooperation among students: 'I like students’ ccoperation and I
feel that it is helpful especially when you get stuck osnd you are
unable to say something. At least they give you a clue' (Szlah 1981).
Exactly how teecher silence foster$communicative confidence in
learners cgnnot be stated with absolute certainty at this point;
nevertheless, I would like to take the liberty of offering an ex-
pianation that must, for the time being, remain as speculative.
Paerch and Kasper (1983) contend that foreign language learners hevu
implicit knowledge of cummunication stiategies and are able to make
use of them without formal instruction. Actually, they argue that
we should make learners aware of theec stratcoples and instruct
them in how to use them moot appropriately, Whether this can be
achieved through explicit instruction and conscious practice is a
matter still open to débate. Be that a8 1% me, , I would like to
propose the possibility that the teacher's surrender of initiative

t> the learners through self-imposed silc. ... wmay inzedll in the
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learners, at the preconscious level st least, the realization that
they are capable of interacting in 2 language othef than their native
tongue and that through the use of communicative strategies such as
inferenciag, colnage, mime, appezals, etc,, they are sable to fulfill
a specific communicative goal, This in turn must have a positive
impact on their confidence to use the new language in an. ever-in-
creasing range of interactions. In teacher-centered clésstooms, on
the other hand, it wmay be the case that because of the fear of-
making mistakes, lecarners adopt risk-avoiding strategies, wﬁich of
corirse, are not communicatively satisfying, since learners may feel
coerced into recasting their intended gosl in order to placate the
teacher whose primary concern is linguistic precision.

In his commentary on the effects of teacher feedback in the
learning process, Martin (1980, 119) offers what amounts to a strong
rationale for teacher silence in the second language classroom: 'En-
couragement to learn doesn't come from praise, . . . from stimulating
mazerials, or from an interested energetic teacher; . . . but from
the students themselves. Students feel encouraged to learn when
they feel responsible for learning and when they feel that they have
{ some control [i.c., 1n1tiat1"é] over their learning.’

The fact that the silent way teacher does not pass verbal judg-
ment on.student prrformance does not mean that he or she does not
in some way provide what Schachter (1982) refers to as negative input.
According to Schachter,‘pegative input, quite possibly a necessary

condition for language acquisition, frequently occurs in exchanges



27

that teke place between language learners and their native speaker
interlocutors in the informal setting. In this framework, negative
input is ravely if ever structured as an overt value judgment, at
least in the American cultursl milieu, of & learner's linguistic
activity; rather, it is formulated as a question, a confimmation
check, or some other non-evaluative reaction related to message con-
tent instead of linguistic form (Schachter 1982)., In other words,

a native apeaker is not likely to say 'What you gaid is ungrammaticﬂl
or incorrect and should be sa. =:his way': instead, fhe native is much
more apt to respond with 'Do you mean . . , ?' or 'I see, I under-
stand.' 1In some inatances, the native may choose not to respord in
such a way but may prefer instead to make a Zuess as to the {ntended
mezsege and react accordingly, in which case the learner is left to
his or her own judgment to determine whether or not the intended
message was received.

Salah (1981) reports that even though the instructor makes no
verbal assessment of learner performance in the silent way classroom,
at least two sources of negative input appear with great frequency
in this learning situation: one, peer assistance, has already been
considered in the preceding discuséion; the other, non-verbal ges=
tures and facial expressions, untentionally imparted by the instruce
tor,‘aeem to play a central role in the learning process, especially
in the early stages. Salah's interviews with students reveal that
even though they perceived peef interaction and teacher silence toO

be positive factors, at the outset of the experience, most learners

o
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reported feeling geme frustration at not having some degree of feed-
back from the ingtructor, until they learned how to read his non-ver-
bal reactions tg their performance in a given task, It is lwmportant
to polnt out thar none of the students perceived these reactions to
be in any way anxiety producing, even when they were interpreted as
negative. As the course progressed, the students reported that they
paid deéreasing attention to the instructor's non-verbal commentary,
because they felt more secure im their own abilities to perform in

the target languagea

Affect

The lesues copsidered in the preceding section are not unrelated
to matters of gffect and anxiety in the language learning process,
Curran {1968, 295} emphasizes that 'any discussion of the educative
process has Teally to start with the relation of conflict, hostility
and anxiety to learning.' It is not at all uncommon to find that
a beginning language student comes to the learning situation with
an elevated leyel of anxiety. The beginner usually approaches the
learning procegs with fears of being seen as an 'ignoramus' by his
competitors, whom he suspects of either already knowing more of the
target language than hé or of at least being superior language
learners (La Forge 1975, 10). Moreover, the teacher is often seen
ag an 'adversary (at best a congenial sparing partner), against whom
the learner may defend himself in & number of ways: by learning

some of what he g told to learn, of course, but also by daydreanming,

JJ
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by ridiculing the teacher behind his back, or by damaging books and
equipment assoclated with the course® (Stevick 1976, 110). The
commentary supplied by one of the students from the Spanish course
aftexr the first few days of class is a striking illustration of

this point: 'Even though I personally hate to be forced to speak

cut in class, the partiéipation idea in this class thus Zzr bhac

been better for me than regular classes. In the usual classes teachers
tend to teach you to speak by embarrassment.' This student had
apparently been embroiled in at least one, if not several, sparing
matches with language teschers from which he had emerged as the loser.
Yet, even though the student found that using the language actively
in class was somewhat distasteful, perhaps as a consequence of his
previous experlences, or perhaps because of his personality, hic
reticence to speak was diminished by what he perceived to be s less
threatening environmenc.than had been the case in his past efforts
at learning a foreign language. A similar sentiment was expressed

by another student; who also had seemingly undergone a negative
language learning experience: 'The atmosphere was relaxing and

there was not the anxiety and stress that is felt in most clasgses.

I also like not being penalized for human error.;

Students from Salah's study commented that they had found the
€eacher's silence to be effective, because it helped them to 'struggle,
think, and learn.' One student remarked that 'it is a positive silence,
end not a negative omne.’' Another student reported that he felt more

relaxed because 'if you make a mistake, he doesn't yell at you. He
y y
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it explains by gestures.®

The repport that h-1 developed among the students as a Tegult
of their attempts to communicate and help each other did not go
unnoticed. At the conclusion cof the first semester of the Spanish
class, one student provided the following assessment of the Class-
rcom dynamics that had emerged: 'the class seemed much more enjoyable
and people got to know each other better by just talking and help-
ing each other during class.'

Research has shown that there are at least two general types of
anxiety that ﬁan impact on an individuel's performance in a task.
Some psychologists have described these categories of stresS as
facilitating and debilitating anxiety (Scovel 1978). Others classify
the anxiety types as emotional stress and operational tension (Leon-
tiev 1981). Debilitating anxiety or emotional stress can have a
paralyzing effect on an individual and may even compel him to avoid,
at all cost, the task at hand (Scovel 1978, 139). Facilirating anxiety,
operational tension, on the-cother hand, 'allows & person to "settle
into" that activity, and always leads to the best possible performance.
A driver in the rush ﬁour, e pilot at landing, a teacher in hig clasg-
room, They all experience a state of operational tension' (Leontiev
1981, 70).

Anxiety can avise from anyibne or a combination of a number of
sources, including an individual's personality, the perception of &
task as either too difficult or aQ requiring more time to complete

than allotted, and divergence between the person's motive for engaging
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in the task and the ajim of the task as determined by some other in-
dividual (Leontiev 1981, 70)., Leontiev also mentions two additional
factors which have direct bearing on the pregent discusslon: nega-
tive remarks from the teacher or classmates and traces remaining from
a previous successful or ynsuccessful experience. The student who
reported that teacherg often embarrass students fnto speaking the
target language seems to be reflecting a cagse in which an unsuccess-
ful language learning experience had led to gn increase im his
emotional stress.

Krashen (1981, 29) djscusses several studfes in wnich the anxiety
level of learnmers wag found to be related to classroom pezformance.
In one study it was djgcovered that fear of rejection and embarrass-
ment Bt'FPeaki“g the target language correlated with failure and
diminished performance on specific formal tagks, Krashen speculates
that low anxlety may fogrer language acquisition, while moderate
levels of 8tress may ephance language learning.lz

Leontiev (1981, 71) states it somewhat differently than Krashen
but nevertheless Seeps to be of a similar opinion. He contends that
1f what is demanded from s learner 18 particularly difficult (1. e.,
beyond the learner's {41, in Krashen's terminology) his level of
awareness with referepce to what 18 expected is likely to increase.
This in turn may lead to an increase in emotignal tension (debilitating
anxiety) and a concompitant disruption in the activity. The increase

{n anxiety level manifegts itself in & variety of ways, including

logs of attention, increased errors, Worsening of operative memory

33
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end a lowering of the learner's general work caparity. The learner
may eventually adopt a strategy in which he avolds the requisite ex-
perimentation with and creative use 9{ the target language in favor
of stereotypical and automatized prétocols and expressions, HMHoreover,
if the teacher and/or the learner’'s classmates pass judgment on his
performance, his anxiety level may well rise to the point where he
not only ceases to speak the language but gives up on language study
altogether (Leontiev 1981, 71).

While teacher silence and positive rapport among the students can
greatly lessen the risk of indacing emotional tension in language
learners, they do not in themgelves foster the emergence of opera-
ticnal tension, needed for an individual to confront and actively
engage in learning. Operational tension will arise from within the
learner 1f the teacher surrenders initiative to the students and 1if
the tasks presented to the learners are carefully planned so that
the learners will perceive them as attainable (i, e., at 1 1, in
Krashen's terms),

While one cannot be absolutely certain, the commentary that follows
may well be indicative of an emhanced level of operational tension
smong the students who participated irn the Spanish class at UTSA:

‘1 enjoyed the method, although it did keep my anxiety level high';
'‘the different mecﬁod kept the class interesting and kept everyone

on their toes'; 'I like the fact that students stayed involved . . .
ali in 311 I enjoyed the class, but just had a feeling of uneasiness';

'thank you for a great (but painful) and sstisfying experience'. If

w
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anxiety experienced by the student had been a2 negative factor in the
learning process, it does not seem likely that they would have talked

about it in the way they did.

Cloze test

At the conclusion of the first semester course, all students
enrolled in lower-level Spanish classez at UTSA participated in a
language assessment project conducted by the Dividion of Bicultural/
Bilingual Studies at the university. One of the tests used in the
project was a fifty-item cloze passage taken from a fifth-grade reader
written for native speakers of Spanish. In addition to the Spanish
students, the test was administered to graduate students in bilingual
studies, the majority of whom had acquired the language in a natural
setting. The results of the test, presented for the first time in
Lantolf and Streiff (1980), showed a marked difference in performance
between the Silent Way students and those from the regular sectioms
of Spanish {(see Table 1).

As pointed outiearlier, this paper is not intcnded as e report
on the findings of a controlled experiment; consequently, the scores
given in Table 1 must be exumined wifh caution. It is interesting
to note, nevertheless, that the mean‘;cores for each of the regular
sections of Spanish were at the frustrational reading level, as
determined b& Peterson, et al (1973), while the scores from the
Silent Way class indicate that these scudenCB’were at the instruction-

nal reading level. The scores for the bilinguéls were at the inde-



Table 1

Mean Score

Fifth-Grade Cloze Passage

34

Group

Mean Exact Word

Mean Sensible Word

1t semester
2nd semester
3rd semester
Silent Way

Bilinguals

147,

18%

22%

41%

10%

16%
20%
25%
449,

7%
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pendent vreading level.

Before concluding the present paper, I would like to make a feu
remarks on an {ll-fated attempt to introduce the formal study of
grammar in the third and final scmester of the experience. Since
the third semester was indeed the final course in the required se-
quence of language study, the instructor did not feel constrained by
the regular syllabus for Spanish, as had been the case in the two
previous semesters. Consequently, a variety of topics and activities
not normally included in the third-semester syllabus were incorporated
into the Silent Way curriculum. Sevefal native speaker; of Spanish
on the faculty cf the university were invited to present lectures in
the target language on topics ranging from Chicano culture to the
social and political conditions in Central and South America. More-
over, since the students had successfnlly dealt with two of the readers

used in Silent Way, El libro de las mil frases and Ocho cuentos, in

the two previous semesters, it was felt that their reading ability
could beenhanced even further through the introduction of short
literary pleces from authors ranging from Julio Cortdzar to Tomég
Rivera. The students thorcughly enjoyed the selections and were
able to discuss the stories in reasonable detail, even though some
of the pleces such as Cortg;ar's.gl axolotl and Rivera's Y no se 1

tragg_kg tierra presented some readability problems due to regionalisms.

Despite the focus on content in the third-semester course, one

37
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day a week had been reserved on the syllabus for the study of Spanish
grammarc, The expectation had been that a formal analysis of language
structure would allow the students to improve the accuracy of their
linguistic performance. To this end, ¢ curvent review grammayx
(Chastain 1979) was adopted for classroom use. At first, the stu-
dents were generally enthusiastic at the prospects of 'learning'
gramme s, By the third week of class, however, 17 had become apparoent
to the instructor and the students alike that our efforts were not
having the desired effect, Even though the students had little
difficulty in coping with the material in the grammar text, there was
virtually no evidence of transfer of their ability to perform formal
operations called in the gremmstical exerciseé and their linguistic
production in spontanedus classroom discussions, The instructor
realized almost from the outset that the students were cairyiné out
their assignments for no other reason than the syllabus required them
to do so. There appeared to be a lack of genuine intrinsic interest
on the students' part to learn from the pedagogical rules considered
in claasf It might be speculated that eveﬁ though the students had
) expressed an interest in studying grammar, they were also aware, per-
haps subconsciously, that they could satisfactorily use their target-
lgnguage'abilities in communicative interactions without conscious
knowledge of rules (see the above-mentioned studies of Lamendella
and Seliger on this matter),

Failure to master pedagogical rules, however, does not mean that

the learners had not internalized a system of rules: they would
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have been unable 2o use the language had they not done .':o.l'i Al
though the students were unable to relate tb’such pedagogically
appropriante labels as subjunctive, preterite, relative clause, and
the like, they were, nevertheless, fully capable of focusing on
linguistic form when the conditions for such an undertaking were
adequate, At the conclusion of the third semester, o structural
edindng Ceol vag adninistered o the Silent Way elass oz well as
to the regular sections of third-semester Spanish. The exercise
asked students to identify and correct those of a series of sentences
»;hey believed to be ungrammaticat (the exeicise is included in Ap-
pendix 2)., As can be seen frcm Table 2, both groups performed
equally well on the task,

Gf particular interest is that of the eight students who re-
éognized and correctly recast the English-based items 20 and 22 (i, e.,

*Dame el libro sobre la cama 'Give me the book on the bed'—s Dame

1 1ibro que estd sobre la cama and *La muchachs cantando en 1la

calle es mi hermana 'Ine girl singing in the street is my sister’

famdiled —— — —— s

La muchacha que estd cantando en le calle es mi hermena, five were .

from the Silent Wey class,
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Table 2

Mean Score on Editing Tasl

Group Mean SD Range
Jrd gemester 45% 5.03 227 -~ 718%
(N=64)
S5ilent Way 447, 6.64 18% -~ 81%
(N=24)
4
Q 49)
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Lwnclusicn
- 7S ; . c e ; .
CTabe Tt 1Yol QLUCUZISES Thd e inveglriyrtlon
the relationghip between atudent sptitude snd expectetions upon ene

tering 2 big.nning forelgn Ilsaguage progrem.  She discevered that there

the Lenguage Aptitede Batteryv, and student sspirstions, a3 determined

by ¢ suesticnnaire, which she developed., Regaraless of sptitude, stu-
dentg generally exnpected fo be sble to rngrge in moderate to extensive
communicative activity as s result of one yesr of forelgn lenguage
:cud!,l Furthermore. Trabert nds. that students who enter »
lenguage program with infl;ted asy.retions frequently become frusg-
trated and drop out of the program, if they expend what toe them is
suificlient time snd effort in lenguage study and yet ete unsble to
"ulf11l thelr expectations, Trabert iz of the opinion that objectives
such ag the ability to read a menu or nerapaper, purchase an item
in & store, travel ag a tourlst, gree. ..iends, and the like, are
overly optimlstic and suggests that teachers undertske an instruc-
tionsl gtrategy designed to disabuse astudents of their unreslistic
aspirationa and to convince them that nothing more than the most
minimal level of competency in a forelgn language should be the an-
ticipated rewsard for thelr efforts (Trabert 1980, 386),

Valdman (1978) end Valdmen and Warriner-Burke (1980) express an
even more pespimistic viewpoint than Trabert with respect to the
pio:, ccts of developing communicative ability in the classroom setting.

In both papers, the authors argue that eédvocates of communicative

P
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language instruction, such as Lantolf (1877), have set a goal which
is virtually impossible to achieve in any significant way in 2 formal
language program. Citing Schumann's {1978) assertion that deviant-
free language acquisition s rcalizable only as a by-product of the
acculturation process, Veiduman {1978, B1) concludes that foreign
language teaching has no other recourse but to 'retain its tradi-
tional stress on language learning[as opposed to acquisitioﬁland
analytical skille,' The purpose of foreign language programs,
eccording to Valdman, should be to develop a conscious knowledge of
the besic structures of the target language (carried out through the
uge of contrastive mode of presentation) in order to illustrate the
'impressive variety of complex and delicate devices language puts at
man's disposal to express logical relstionships, to highlighf parts
of a message, to transmit subtle connotations' (Valdman 1978, 84-85).
Val&maﬁ goes on to may that the 'greatest contribution FL study can
make to general education is in instilling linguistic tolerance by
a demonstration of the nature of language variation and by an explora-
tion of the functions that variation serves' (Valdman 1978, 85).

in order to implement their approach to foreign language instwuc-
tion, Valdman and Warriner-Burke (1980, 262) propose what they refer
to as a 'little languege' syllabus comprised of target language items
thet are easily pronounced and spelled, msrphologically regular and
syntactically prédictable. While I would not necessarily disagree
with a proposal for & reduced language syllabus, especially with re-

gard to the structural dimension of language, it would seem that the
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underlying motivation for such z proposal is somewhat tenucus. The
fect that deviant<free language acquisition is a highly unlikely, 1f
not impossible, end product of classroom language instruction does

not mean that students cannot develop considerable abliiity te inter-

act with others in 2 second or foreign langusge in a formel environ-

s

ment. The desire for atructural accuracy or even a marked degree of
communicative comperence may well have been an unrealiztic objective
of second language programs. OCur goal should be for students to
communicaté with native and other speakers of a language and not as
native speakers of the leanguage, To attain this ruch more reasonable
objective, students need to develop, not cemmunicative competence
but communicative confidence, as discussed in the present paper.
Based on my experiences with Silent Way, and more recently with
other innovative methods, such as Strstegic Interaction, I am con-
vinced that communicative confidence is indeed a goal that is achiev-~
able in the classroom setting.

While the position expressed in my 1977 paper mzy have been too
ambitious, it would appear that the reaction of Valdman and Warriner-
Burke represents too extreme & retreat in the other direction., To
argue that we should not encourage students at every step to interact
openly and freely in another language simply because native ability
is an instructional pipedream does not do justice to our abilities
as teachers nor to those of our students as learners, Students need

not be disabused of their expectation, ss proposed by Trabert; rather

43
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teachers should endeavor to investigate the many innovations that have
taken place in laenguage-teaching methodology in recent years and then
undertake to implement the methodology that best fits thelr particular
set of instructional circumstances in order to provide learners with
the optimal opportunity to fulfill their expectations. It is hoped
that the present paper will at the very least demonstrate that the
pursuit of such a course of actlon can indeed produce satisfying

resulte.
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Notes

In che literature on second language learning, the term 'rezl’
is usually reserved for the extra-classroom domain, .It is important,
however, not to lose sight of the fact that the classroom is part of
the real world, especlally as contrasted with the experimentel labo-
racory.

Z&cton, et a2l (1981) present a second language acquisition heuristic
which closely parallels the principles of Silent Way. According to
Acton's LAH, the teacher, through indirect instruction {e. g., use of
metaphor, models, etc.) seeks to make input available to the learners'
unconscious miado The learners are given sufficient latitude in

using their own learning strategies rather than having strategies
imposed by the instructor. The learners not only become aware that
they have learned 80mech{ng, but they also become aware that there

is a learning process at work (Acton, et al 1981, 532),

3A8 it turned out, this was the proper decision, since word quickly
spread throughout the student ‘body about tﬁe new way of teaching
language. Consequently, great pressure was exerted by students to be
admitted to the special section in subsequent semesters.

4’0n1y two of the students who began during the summer were unable
to accomodate their fall schedules to include the special section of
Spanish. Several atudents even decided to rearrange their major
course sequence in order to continue with the Silent Way class. One

student, who normally attended another area university, became so
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enthusiastic about her progress in the language that she registered
for ;he fall class and made a speclal trip three times a week to
UTSA rather than continue her language study at the university where
she had been enrclled.

5The method of formal testing current}y in use at the University
of Delaware includeg a cloze passage, a dictation, a composition, and
an individual oral interview with the instructor. In addition, we
have developed a series of more or less open-ended activities in which
the instructor acts out or has someone else act out a particular set
of activities. The students are then asked to comment on or describe
in either apoken or written format, depending on the purpose of the
test, what it is they observe. In the early stages of the program,
the activities may be as simple as selecting a colored rod and placing
it on a table or giving it to someone, Students are free.CO say or
write whatever they please about the activity; hence, learners usually
provide a variety of perspectives, because in a such situations, there
ie no single correct response. Of course, students are expected to
provide responses that are in some way relevant to the activity
observed, 1If, for example, the instructor places a réd rod behind
a green rod, it is quite possible that some would perceive the action
as the green rod being placed in front of the red Oné; or some may
even decide to provide a description of the resulting state (i. e.,

la regleta verde estd detras de la roja).

6 v
Actually, Krashen (1981) includes an additional feature required

for input to become intake which is that the input must be simplified.
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Although research has shown that adults usually provide what is called
by the generzl heading of 'caretaker speech' for learners, be they
adults or children, Schachter (1982) argues that chis feature of input
may not be a necessary condition for acquisition, She points out that
in many non-Western cultures, children acquire language without the
benefit of simpliéied input from pareats,

71 have taken the liberty of substituting the.Spanish example for
Asher's original Japanese example,

In a recent study, Seliger (1979) found no correlation between
leamners' knowledge of pedagogical rules and their linguistic per-
formance. According to Seliger, while some learners of English were
able to recite a rule for the use of the indefinite article a(-n),
they were unable to produce the correct from of the ;rcicle in sctual
speech. The reverse also proved to be true. That is, other learmers
were unaéle to formulate a rule to characterize accurately the use of
a(-n) but were quite capable of producing the correct form of the
article in their linguistic performance, -

9Lasc year we asked several of our beginning Spanish students
in Silent Way classes at the University of Delaware to participate
in demonstrations of the method before gro;ps of vigiting language
specialists from the Middle and Far East and Finland. According to
the written reports which we recéived from the visitors, they were
most impressed by the performance of our students in such demanding
circumstances.

10 Canale and Swain {1979) aiso use the term communicative confidence
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when discussing the importance of meaningful interactfon in second
language programs. For them, however, communicative confidence does
not lead to communicative competence; rather, the latter gives rise
to the former: 'we thiuk that exposure to realistic communicetion
situations is cruéial if communicative competence is to lead to
communicative confidence' (1979, 51). Although Canale apd Swain do
not discuss communicative confidence in further detail, the implica-
tion of their position seems evident, It is difficult to imagine,
however, how a learner could devglop target language coumpetence
without first having confidence in his or her ability to communicate
with others in the language. By ability to communicate I do not
mean the ability to communicate with anything approaching native
proficiency. I mean, instead, that learnmers must be able to interact ~
with natives by any means possible. Learnerﬁ must not hesitate to
{nteract in the language once they leave the confines of the class-
room setting. D'Anglejan (1978) reported, for example, that studencs
in some of the French language progrsms in Canada usualiy avoided all
out-of-class encounters with speakers of French, despite the fact
that meny of them had been studying the language for as many as twelve
years. This, I would argue,4resu1ted more from a lack of confidence
rather than competence.

A student d}scussed in Salah.(1981) made the following comment
that is indicative of a learnmer who seems to have some notion of the
importance of communicative confidence: 'If you meet a Spaniard on

the road you're not going to know the language as well as he does, but
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you have to commnicate in some way, Therefore, textbooks are no
good. He the instructor is giving us the fundamentals needed to
comnunicate,'

Sa&ignon (1931) presents an interpretation of communicative con-
fidence similar to that expressed In this study.

11WOng-Fillmore (i982) discovered differences among children

with reppect to peer preference for learning. While Hispanic child-
ren were observed to gravitate toward their peers in classroom inter-
actions, Chinese children, on the other hand, looked to teachers and
other adults for guidance rather than to their classmates. In addition,
some may be concerned that peer interaction could lead to the develop-
ment of a classroom dialect, which could differ to varying degrees
from target language norms, The implications of this are yet to bhe
determined, however, In a foreign language classroom, it would seem
that the development of a classroom dialect may be unavoidable, even
in cases in which the teacher plays an active role in communicating
with students. There are at least :wo reaéons for this: many foreign
language teachers are'themselves non-native speakers of the langnage;
even In cases in which the teacher is a native or has near-native
proficiency, teacher-talk is usually provided feor learners in the

early stages of a language program.

12116 reason for this would seem to be that acquisition, at least
according to Krashen, is a subconscious process that occurs optimally
when the learner is focused on content rather than on linguistic form,

while learning takes place when the learner is specifically concentrat-
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ing on linguistic structure. Therefore, when the learner's attention
is'on content. his anxiety level can be expected to be low; whereas
when he is concentrating more on conscious learning, he is aware
of what he is attempting to learn, and consequently, his anxiety level
ghould be higher,

3This is not to say that there i3 no practice in the Silent Wav
classrooms What is practiced, however, is practiced through language
use and communicative interaction. Even when students engaged in
activities which intentionally focus on language form, there is no
presentation of grammat#cal principles. The students, with the
guidance of the inatructor, are encouraged to discover for them-
selves how the language is structured. Seliger (1979) proposes that
a fruitful aréq_gg research would be the investigation of the nature
of the linguistic rules which learners do eventually internalize. This
is an espeqially intriguing issue in the case of a method like Silent
Way, which presents language in an iconographic formst (see Seliger
1979, 366). '

%10 a survey conducted by Virginia Streiff and reported on in Lantolf
and Streiff (1980), it was found that 677 of all studgnts enrolled in
beginning Spanish classes at UTSA during'the spring semester of 1979 had
as their primary motivation for langusge study the desire to be able
to communicate in the target language; 15% indicated that their only
reason for studying the language was simply to fulfill the requirement;
13% expressed an interest in learning grammar and vocsabulary; 3% desired

to learn how to communicate as well as to study grammar and vocabulary;
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2% expected to acquire asome knowledge of Hispanic culture,
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Appendix 1

Compositicns

All are based on the fourth picture in a series of ten Silent Way
worksheets and were written after the eleventh clags meeting during

the summer session of 1979 at UTSA.

1. El hombre y la mujer estan de paseo. Hoy nc es un dia de trabaJo
vy estan en el campo. Ven un arbol con las ramas grandes y muchas

. nojas v tlene una scmbra, Ahora, estan sentados en la hierba fresca.
Tienen uvna cesta con algunos alimientos. Toman un mantel y lo ponen
en la hierba. Estan tendidos en el wmantel y beben mucho vino. El
hombre dice, 'Te quiero.' Ahora, ia cara de.la mujer.es roja oscura,
Ella no dice nada. Estan silenciosos., El esta fumando y ella esta
concentrada., Ella dice, '"No te creo.’” 'Por que no?' pregunta el hombre.
Ells dice, 'Porque usted conoce muchasg muchachas.' 'Es verdad' el
dice, 'pexo usted es mi muchache favorita.' Pero los dedes del
hombre estan cruzedos. 'No soy estupida'’ ella dice y se levanta.

El se levanta tamﬁien. La botella de vino esta vacio, La mujer

no esta acui. E1 hombre esta dormido en la hierba, pero sus dedos

10 estan cruzados y una sonrisa esta en su cara. (The author had no

previous experience with Spanish)

2. Miguel y Susana estan en el dormitcric de la joven, Los jovenes
estan enamorados pero el papa de Susana no le gusta Miguel. Susana

esta sentada en la silla y Miguel esta en el suelo. Susana tiene

~1

R
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un zato que se ilama Alejandro, Alejandro es un gato muy misterioso.
Habla en el telefono 2l papa de Susana, 'Miguel esta en el dormitorio-
con Susana,' Susana y Miguel quieren hacer un piscolabis porque el
dis esta muy bonito y sapacible, Los jovenes les gustan el cempo
mucho. Sugana pone pan, queso, chorizo, y otras c¢c: . en la cesta,
Preparan a ir. El papa de Susara habla, 'Abre la puerto, Susana.'
Susana la abre. El papa dice que Alejandro habla en el telefono,
'Miguel esta en el dormitorio de Suszana.' Susana habia, 'Papa, los

gatos mo hablan,' ‘Vamos, Miguel.' (The author had no previcus cx-

perience with Spanish)

3. Hoy es sabado y Romeo y Julieta juieren tener un piscolabis. Ju-
lieta no le gusta el padre de Romeo. El tiene ochenta ahos y es muy
wiope. El papé de Julieta no le gusta el padre de Romeoc tampoco poz- .
que es un Republicsno. Son las séis de la manana, Romeo camina a la
casa de Julieta ¥y los jovenes caminan al campo. Romeo cierra la puerta
del &;rmitorio y papa dice *Romeo esta dormido’' y camina suavemente

al otro cuarto. El gato empuja la puerta y la abre. Papa mira que
Romeo no esta alll y esta muy firiloso. Papa camina al campo muy
rapidamente y busca Romeo y Julieta. Ellos son novios. Papa mira

los dos y quiere que es un joven. Papa camina a 1la casa con son-

risa grende en la cara. (4suthor studied Spanish for one year in junior

high school)

o9
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Appendizx

Editing Task

Instructions: the sentences given below may be grammatically correct

Id
or incorrect. If you think a sentence is correct, circle 8i; if you

think the sentence is incorrect, circle no and then correct the sentence

by changing, adding, or deleting any of its elements.

1,

2

~ e

3.
4,
5.
6.
7.
8.
9.

10,

11.

12.

13,

14,

15.

16.

17.

18.

Somos catéiico 8i no
Tengo cuatras hzmanas
Tengo un orec Yelo]
Estoy hambre
Llegamos a nuestras casa
’
Yo entro en la sala
7
Dudo que Juan vendra
Vd 7~
Juen llegd mientras yo cstudie
Estoy de San Antonio
Creo que el profesor sabe mucho
. ”
«Donde es Juan?
Prefiero que se vaya
Es posible que Jose sabe eacribir en frances
”
Lili 1o ha dicha
’

¢Donde va a ser la fiesta?

P ”
Ayer hablare con Marla

”~

Comi a la una

Personas estan pasando por el edificio
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19, Los enimals son grandes

20, La michacha cantando en la calle es mi hermana
21, Dame el libro sobre la cama

22, Esper¢ Juan coma blen

23, Los cuervos vold hacia la luna

24, No tengo ninguna regleta

25, éDéhde véa?

26, Veo ai hombre

., Tome la regleta amsriila antes de la negrs
28, No hay nadie aqu{ que sepa-italiano

29. E1 tren esta saliendo a las dos

30, Son unos profesores muy buenos

31, Vi las verdes luces de la ciudad

32, Lo llueve todos los df;s

33, Hay el accidente en la esquina

34, Esti llegando manana

35, Me gusta vino

36, La ventana estd abierta

37. Hombre es mortal

6




